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PREEAGE

The issues of lifelong education and fraining represent a central concern
in the follow-up to the March 2000 Lisbon European Council, a Summit
which highlighted the importance of both in ensuring a successful transi-
tion to a knowledge-based economy and society. The subsequent Euro-
pean Commission Memorandum on lifelong learning adopted in October
2000 went on to emphasise how education and training are not merely
necessary to sustain the employability of wage-earners and their ability to
adapt to labour market requirements. Both should also have in their sights
the broader obijectives of promoting active citizenship and strengthening social cohesion.

The present survey offers a summary overview of initiatives to promote lifelong education and
training which have actually been implemented in various European countries. It is the outcome
of close cooperation between Eurydice, the information network on education in Europe, and
Cedefop, the European Centre for the Development of Vocational Training. Their collaboration
has provided us with a general survey not only of action within formal education and training
systems but activities associated with non-formal learning situations too. The survey is thus an
integral part of the consultation process initiated by the European Commission following pub-
lication of the Memorandum, and its findings will be of particular value when the Commission
draws up the action plan for lifelong education and training it intends to submit to the Coun-

cil in the spring of 2002.

If we wish educational standards in Europe to be among the best in the world, it is vital to
od]ust our educational systems fo the requirements of the economy and the know|edge society.
The survey reveals that many initiatives are now moving in this direction, and that European
cooperation is also contributing to such an odiustment. We are therefore progressing as we
should in our joint efforts to achieve the very real aims endorsed by the Stockholm Symmit as
regards our European systems of education and training, by enhancing their quality and effec-
tiveness, making them easier for anyone at any age to access and opening them up to the rest
of the world.

TS

Viviane Reding

Commissioner

Education and Culture

Q Y4 May 2001
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Context

As a contribution to activities under the Swedish presidency and the consultation process
organised by the Commission between January and June 2001 on Lifelong Learning, the Eury-
dice European Unit (EEU) and Cedefop have decided jointly to provide an overview of action
undertaken to promote lifelong education and training in different European countries. The
purpose of the document is to describe initiatives which are supporting and promoting lifelong
learning, both at European and national level, in accordance with the six key messages under-
lined by the Memorandum on lifelong learning published by the European Commission in
October 2000.

Readers wishing to appreciate the full range and scope of these initiatives should consult the
survey entitled Lifelong Learning: the contribution of education systems in the Member States
of the European Union, published by Eurydice in March 2000. The survey addresses the com-
plex question of how lifelong education is defined in both national and international debate
and discusses how the concept has developed over the years. The main features of the strate-
gies implemented in this area are also examined, country by country, and enable the infor-
mation gathered for the present overview to be situated in its appropriate context.

The present overview has resulted from the decision by Eurydice to update the above-men-
tioned survey. In the light of the Memorandum, Cedefop was invited to contribute to the update
with information that would supplement material available to Eurydice from the national min-
istries of education. The contribution of Cedefop is thus more concerned with elements of the
learning continuum throughout working life, and non-formal areas of vocational education
and training (VET) outside the formal system - at the workplace, for example.

Methodology

Working closely with the European Commission, Eurydice devised a questionnaire to gather
relevant information. This was sent at the beginning of November 2000, to the National
Units (') in the Eurydice Network located within the ministries responsible for educational mat-
ters, or in bodies closely associated with those ministries. Contributions from each country were
prepared on the basis of a working partnership involving the National Units and the ministe-
rial departments and services concerned. This data was then forwarded in January 2001 to
the EEU which analysed it.

Cedefop did not have a systematically collected body of material from the Member States to
update. Its approach was to use information available from the library and documentation

(") The Eurydice Network at present covers 30 countries (the 15 EU, 3 EFTA/EEA and 12 pre-accession countries). For
the purpose of this survey, a questionnaire was sent to the National Units in the 15 EU countries, and in Norway
pp 1celand which both expressed an interest in taking part.

ERIC



National actions to implement Lifelong Learning in Europe

service, contributions to Cedefop Info and other publications, and the results of selected proj-
ects relevant to the key-messages of the Memorandum. Comprehensive data was available on
four countries, namely Italy, the Netherlands, Finland and Sweden, and derived from studies,
in each of them, to determine the extent to which vocational education and training policy is
encouraging lifelong learning.

While Cedefop and Eurydice have adopted different procedures for collecting and selecting
information, analysis of the material with respect to the thrust of the Memorandum, not to men-
tion the drafting of the present publication, have been carried out jointly.

A provisional version of the report was presented to the meeting of the Directors-General of
Vocational Training, in Véxjé on 21-24 April 2001, and to the Education Committee at its
meeting in Brussels on 25 April. It was also submitted to the National Units of the Eurydice
Network for approval of those parts of the text to which they had contributed.

The Memorandum as a platform for the report

The purpose of the six key messages highlighted by the Memorandum is to focus discussion on
the essential aspects of lifelong learning. They concentrate on breaking down a particularly
wide-ranging subject in order more easily to get to grips with it.

From the practical standpoint, it has not always been easy to link the initiatives identified with
a particular key message. Depending on the extent to which they are consolidated, some ini-
tiatives include components associated with several of them. In such cases, the strongest link
has been established in accordance with the apparently dominant aspect of each project, with
a reminder where appropriate of the latter’s relevance to other key messages.

However, as a whole, these six points of reference have made it possible to do justice in most
cases to the developments and practice which have been identified in the Member States and
which themselves often have their own distinctive administrative patterns or divisions of respon-

sibility.
The limits of the exercise

We cannot claim to have identified what is customarily termed, often with little real insight, a
body of good practice. To do so would have required a far more discriminating analysis not
only of the schemes and initiatives themselves, but also the historical, social, economic and
political circumstances surrounding them and the aims they were meant to achieve. Further-
more, most of the initiatives referred to here are recent and/or have not been the subject of
anything resembling a formal evaluation exercise.

Between them, Eurydice and Cedefop try to cover a wide spectrum of topics in the field of edu-
cation and training. Nevertheless, most of the initiatives discussed in the following pages relate
to formal and, in part, non-formal learning. Little space is devoted to informal contexts even
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Foreword

though they are characteristic of a few initiatives, and not much data about them is centrally
available, which poses problems for information collection. Furthermore, while many informal
schemes are implemented at local level, the deadlines of the present survey were such that they
could not be investigated. It is nevertheless quite clear that interesting initiatives exist.

Neither can it be claimed that information-gathering has been fully comprehensive, given the
wide variety of players concerned (ministries, decentralised bodies, associations, firms, trade
unions, local authorities, communities, etc.). Moreover, in its follow-up to the Memorandum,
the European Commission has consulted NGOs {non-governmental organisations) so that
experimentation in this sector receives due consideration in further thinking and discussion.

Our aim therefore is to do justice to the renewed sense of vitality now spreading through edu-
cation and training systems as they seek to adapt to the fresh requirements of our societies.

Future cooperation

We also hope that the present publication will make it easier to identify issues and experiments
worthy of further consideration in the future. In pursuing the approach set in motion here,
which has involved disregarding conventional distinctions between education and training, we
shall also examine in detail the subjects on which future cooperation between Cedefop and
Eurydice should be pursued.

The participation of other partners, such as the ETF (the European Training Foundation based
in Turin) is envisaged in any future similar undertakings of this kind in order to cover the pre
accession countries in central and eastern Europe.

Eurydice and Cedefop actively supported the European Commission in the preparation of its
Memorandum on Lifelong Learning. With this overview, we now hope to stimulate and con-
tribute to the debate and follow-up to the Memorandum, which will culminate in a Lifelong
Learning Action Plan for adoption by the Council of education ministers at the end of 2001
and be presented to the European Council of Barcelona at the beginning of 2002.

o 10
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INTREBUCTION

Both nationally and at European level, the concept of lifelong education and training is to the
forefront. In some countries, it is the subject of White Papers or other important policy and
strategy documents. On occasions, it is the overriding concern of ministerial departments and
the justification for major and minor reforms. In addition, the OECD (?) has carried out valu-
able policy work on key aspects of Lifelong Learning. After declaring 1996 to be the ‘Euro-
pean Year of Lifelong Learning’ and taking the concept further forward in a variety of state-
ments and initiatives, the European Commission published an entire Memorandum on the sub-
ject in October 2000. Building on the discussion set out in the 1995 Commission White Paper,
Teaching and learning - Towards the learning society, the Memorandum considers lifelong
education as a means of achieving not merely economic prosperity but also active citizenship.

The survey published by Eurydice in March 2000 on the contribution of education systems to
lifelong learning, included the following passage in its conclusions:

Both a rhetorical platform with a message to get across, and a way of guiding systems to
adapt o the new demands of society, the goal of lifelong learning has been the focus of
different patterns of implementation. The way in which Member States have taken over the
concept depends on the specific nature of their systems. However, all use it to impart the
necessary momentum to — and provide the ultimate fustification for — reforms they might
possibly introduce anyway. It is therefore a unifying force at European level, which is
reached via different pathways, with the difficulty that implies in defining it. It is also a con-
cept designed to satisfy what society demands, with little room for half measures.

How, if at all, have the terms of the discussion moved on a year after the publication of this
initial survey? Clearly, not all countries have chosen the same pathway towards lifelong edu-
cation. What, nevertheless, can be learnt from experiments in the field to date? What are the
benchmarks to which policy makers and others cctively involved can tum in shaping or reshap-
ing the reforms or actions already undertaken? For while it is easy to agree with the universal
and rhetorical aims attributed to the concept whenever it is discussed publicly, it is not so easy
to take the strategic decisions required to ensure that they are achieved and to interpret the
results of action carried out so far.

On 21-23 March 2001, the Swedish presidency organised a conference in Eskilstuna on
‘Adult Learning in a Europe of Learning’. It was in effect the continuation of the meeting on
lifelong learning, organised by the French presidency in Biarritz on 4-5 December 2000. We
found several contributions at the Eskilstuna conference of special interest for an enlightened
reading of the initiatives described in the following chapters, which are based on the Memo-

™ onisation for Economic Cooperation and Development.
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National actions to implement Lifelong Learning in Europe

randum Key Messages. The observations concerned and, in particular, those of Professor Kiell
Rubenson, () deal primarily with the following:
* how responsibility for learning is balanced between the State, firms and civil society;
* the danger of an excessively individual-oriented approach;
¢ the limited effectiveness of general measures for achieving the aim of education and
training for all.

Among the key questions, therefore, are how individuals can be encouraged to assume
responsibility for their own lifelong learning and how firms, governments and other partners
can support them (particularly if they are in some way disadvantaged or risk exclusion).

Terms of the debate

If citizens are made the focal point and protagonists of lifelong education and training, this
does not mean that they alone are responsible for what it can offer. First of all, as Kiell Ruben-
son pointed out, the goal of civil democracy - which for the Memorandum supersedes the aim
of employability — would be threatened by an excessively individual-oriented approach, as
social needs do not necessarily correspond to individual ones. Secondly, the growing com-
plexity of decisions facing people in areas such as employability (selecting their ideal kind of
training, choosing their profession/career, or taking a fresh decision about it, considering how
they should upgrade their skills, etc.) is such that they require support and counselling.

This need is all the more acute when the target population is especially vulnerable with little
training and few qualifications. This is the case of many initiatives which make every effort to
reach such groups without always securing the means to do so. In order to succeed, support
from the local community for any education and training project is essential. Different studies
have demonstrated that the most educated people are those most likely to sign up for lifelong
learning. Kjell Rubenson thus warns against excessive support for the idea that individuals
should take full responsibility for their own future in this respect as, far from enriching know-
ledge in particular communities, it might lead to the ‘lifelong inequality’ of their citizens and
multi-track development.

Assuming that the national, regional, local and European public authorities have a part to play
in regulating and coordinating activity, what kind of environment should they provide for in
order to ensure maximum development of people’s skills potential? What kind of action is
needed for firms to develop ways of working which ensure that the skills and knowledge
acquired are used? A skill that is learnt and not applied is rapidly blunted. In seeking to estab-
lish an education and training policy for all, should one be concerned with a single monolithic
approach or, on the contrary, a wide range of policies that are distinctively varied in accor-
dance with different target groups and, in particular, the most vulnerable?

{*) Kiell Rubenson is a Professor and Director. of the Higher Education and Training Policy Studies Centre at the Uni-
@ 't of British Columbia (Vancouver, Catadd) and Adjunct Professor at the University of Linképing.
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I

Separate studies have pointed to the ineffectiveness of general measures in improving the
access of the most vulnerable groups to schemes for lifelong education and fraining. Resources
made available both by formal systems and by firms tend to be appropriated by those who,
at the outset, are the most privileged in terms of achievements and qualifications. Under these
circumstances, there is increasing interest in informal learning contexts, for which little reliable
information or ana|yses have been circulated or received much attention. Whatever the future
turn of events here, this should not be a reason for minimising the role of public policy. In the
view of Kijell Rubenson, this should be redefined with regard to a fresh set of assumptions.
Clearly, firms do now make a central contribution to adult education and training, and it is well
known how personal education and training at the workplace have a reciprocal impact on
each other.

Readers are encouraged fo consider the following chapters in the light of the foregoing dis-
cussion which is intended to promote further thinking and debate.

Q Ig
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ey MEssAcE 1 NEW BASIE SIS FOR AL

European Commission Memorandum on lifelong learning

In order to gain and renew the skills needed for participation in the knowledge society,
everyone should be guaranteed permanent access to learning.

The Lisbon Summit identified new basic skills in its specific reference to proficiency in
information technology, foreign languages, technological culture, entrepreneurship and
social skills {such as self-confidence, self-direction and risk-taking). Learning how to
learn is another basic and no less important skill, enabling people to adapt to change
and secure benefit from what have become vast information flows. Proficiency in these
areas, which calls for a sound grasp of the basic skills of writing, reading and arithmetic,
is the key to vast areas of interdisciplinary learning and knowledge.

If the possession of basic skills represents the beginning of what should be a continuous
process, those who have been unable to acquire them at the outset, should be given a
second chance to do so.

If insufficient or inappropriate knowledge is no longer fo lead to high levels of unemployment,
ever-changing labour markets presuppose that every individual should easily be able to
acquire fresh knowledge and update what has already been learnt at any stage in life.

Summary

EU cooperation has been especially active in the field of information and communication tech-
nology (ICT). The elearning initiative, the Netd@ys and the ‘computer driving licence’ are
selected illustrations of this.

The definition of basic skills varies from one system to the next. While some people attach
importance to ICT, foreign languages, learning to learn, etc., others are more concerned with
literacy, numeracy and ICT. Yet others focus on interdisciplinary content (the environment, citi-
zenship, etc.) for fostering expertise and attitudes. In all cases, associations with the reality of
everyday life are increasingly apparent.

Far from doing no more than accommodate new basic skills, the structures underlying education
are changing as entire curricula are reconsidered. Whole sections of systems, if not systems them-
selves, are undergoing thorough reform. The result of gradually more integrated approaches is
that arrangements for guidance, support and identification of skills needed by the labour market,
in cooperation with the social partners, are highly significant aspects of curricular provision.

While the outcome of these developments for general education and vocational training differs
@ ordance with the different aims of both, both are changing and sometimes concurrently.

ERIC .
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National actions to implement Lifelong Learning in Europe

Actions at European level

The European Union had made strides in promoting basic skills even before the Lisbon Sum-
mit, which has given new impetus to its efforts and those of the Member States. A series of ini-
tiatives have been taken by the European Union especially for the purpose of promoting digi-
tal literacy and the use of new technologies.

The eLearning initiative for instance is designed to enable Europe increase the use of ICT and
intensify its efforts in this direction. The initiative has four components: to equip schools with
multimedia computers; to train European teachers in digital technologies; to develop European
educational services and software; and to speed up the networking of schools and teachers.
Most of the resources to be mobilised for the elearning initiative are national but they should
be backed by the development of partnerships between public authorities and industry, as well
as by all the adequate Community instruments such as the education, training and youth pro-
grammes for innovative actions and exchange of good practice, the Structural Funds, and the

IST (*) to support research and promote European digital contents.

Netd@ys Europe is a strategic initiative of the European Commission to promote the use of
new media in education and culture, and to provide . participants with the opportunity to
develop skills, and to acquire and exchange information on a range of subjects. The initiative
culminates in a showcase week with on-line and off-line events all around Europe and beyond.
Netd@ys was launched for the first time in 1997 within the framework of the European Com-
mission Action Plan Learning in the information society (1996-98). It focuses mainly on schools
and other types of organisations which want to raise awareness of, and exchange their expe-
riences of using new media as a tool for enhancing teaching and learning. The projects par-
ticipating in Netd@ys can also be local, regional or national, but in order to be funded by the
European Commission they must have a European dimension through involving different part-
ners (public organisations, schools and enterprises) from at least three different countries.
Netd@ays 2000 pursued a series of priority objectives in Europe to help citizens acquire the
necessary skills to participate actively in the information society, to remove barriers to learn-
ing, to ensure equality of access for people of all ages and backgrounds, including those who
live in disadvantaged or isolated areas and those with special needs, and to strengthen and
expand the links between education and culture.

The Career-Space project was launched by seven major ICT companies in Europe — IBM
Europe, Nokia Telecommunications, Philips Semiconductors, Thomson CSF, Siemens AG,
Microsoft Europe, and British Telecommunications Plc = and with the support of the European
Commission in order to explore new ways of addressing the skills gaps and mismatch arising
from the development of the knowledge society. In fact, this pilot project is an attempt to tackle

N

() Information Society Technologies Programme, a major theme of research and technological development within the Fifth
:r"‘ework Programme of the European Community for Research and Technological Development (RTD) (1998-2002).
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Key Message 1: New basic skills for all

the skills crisis in Europe by putting in place a dear framework for students, education and
training institutions and governments, that describes precisely the skills and competencies
required by the ICT industry in Europe. lts main goals are to attract more students into ICT
courses and employment by providing attractive, plain language profiles of the jobs, roles and
opportunities in the industry today, to provide higher education ICT curriculum designers with
clear up-to-date and easily accessible information on the skills needed by the industry and,
finally, to assist governments in developing policies to foster the growth of ICT skills in Europe.

To achieve these goals, the sponsor companies of the project have first of all developed Generic
Job Profiles relevant to their main activities and created a website for this purpose. The Generic
Job Profiles refer to the different types of people that the ICT industry needs, such as technical
people, project managers, consultants, salesmen, educators etc., as well as to the personal
characteristics that these people need to have, such as creativity, communications skills and @
liking for science and mathematics. The website is updated on a regular basis and expanded in
order to provide information about skills requirements, job opportunities and latest develop-
ments in the industry. Although the initial work concentrated on profiles at the cutting edge of
the high tech sector, the aim is to continue the work at all levels and in all sectors, as computers
and ICT specialists are needed across the broad spectrum of industries and services today.

The European Commission’s New Strategy on Building new European Labour Markets by 2005
announced the establishment of a high-level skills and mobility Taskforce, in April 2001, to iden-
tify the main drivers and characteristics of the new European labour market, with a particular
focus on skills, lifelong learning and mobility. On the basis of its report to be delivered in Decem-
ber 20071, the Commission will put forward an Action Plan to the Spring Council of 2002.

The European Computer Driving Licence (ECDL) was launched for the first time in August
1996, in Sweden. The original concept however belongs to Finland where the Finnish Associ-
ation for Information Processing introduced the Finnish Computer Driving Licence in 1994. The
ECDL set out to be the European standard for information technology (IT) skills and the ambi-
tion now is o be the Global Standard for IT skills. It is aimed at raising the level of knowledge
about IT, and the level of competence in using personal computers and common computer
applications for all citizens within Europe and internationally; increasing the productivity of
employees who use computers in their work; enabling better returns from investments in IT; and
finally providing a basic qualification which will allow all people to be part of the Information
Society. ECDL consists of seven modules and when a candidate registers to start the certifica-
fion process (s)he receives a European Computer Skills Card on which the process through the
seven tests is recorded. When all seven modules are completed, the candidate receives the
European Computer Driving Licence. The ECDL is being implemented in 22 European Coun-
tries and it has had a considerable impact in all of them, especially in the Nordic Countries
where it is proving to be a very popular certification among employers and employees. In
many countries, social outreach programmes are using the ECDL as a means of certifying the
skill level achieved by socially disadvantaged people. Furthermore, the ECDL Foundation is
examining the requirements for making the test available on an equal basis to people with a

o of physical disabilities.
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National actions to implement Lifelong Learning in Europe

1.1 Defining new basic skills and providing universal access to them

Summary

Among basic skills now frequently included in curricula are oral and written communication,
literacy, numeracy, teamwork, ICT, problem-solving and foreign language teaching.

Initiatives are also concerned with the establishment and clarification of objectives and target
standard levels in clearly identified basic subjects.

Interdisciplinary subjects, such as education and citizenship or the human dimension of work,
and project activity, efc., are also included in compulsory education curricula.

Sometimes fundamental changes are in the process of affecting the structure of systems from
compulsory education to continuing vocational training, without forgetting upper secondary
and higher education too. Mew branches are being introduced while others are being mod-
ernised, and entire stages of education redefined.

Such developments are encouraging a greater variety of options, more individual study path-
ways, practical placements (in firms), increasingly modular courses, partnerships with the
social partners and representatives of civil society and professionally-oriented education and
training (as in the case of university higher education).

On occasions, these reforms have led fo the implementation of fully integrated arrangements
linking education, training, guidance and skills validation, etc. all geared to the development
of the local economy, in partnership with firms, professions and the social partners.

In the past decade, curriculum changes and reforms in VET have been introduced in many
European countries. These changes have addressed the questions of skills and competence and
the balance between generic and social skills and specific skills. A number of Member States
have completely overhauled their VET systems and replaced them with competence-based sys-
tems. Such core curricula often try to find the right mix between general education subjects,
generic skills, and specific or technical skills for o particular occupation or job. This is seen as
part of the provision of a wide foundation for lifelong learning in initial education and training
and, in particular, a broad skills base on which to develop one’s career and employability.

New learning environments are being promoted which encourage self-directed learning. This will be
achieved through enhanced individual learning pathways, fleibility and modularised structures which
will allow accreditation of smaller programme sequences, thus enabling students to change frack. For-
mulation of a personal education plan contributes to meeting individual leaming needs and to devel-
oping personal competences. Plans are initiated by the school or training centres, typically by the “con-
tact teacher’, and the fraining company is required to participate in the formulation and revision of the
~¢5~*on plan. Students are offered the possibility to achieve a double or partial qualification.
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Basic skills in programmes

» In Belgium, the Flemish Community defines ‘learning to learn’ as a cross-curricular theme
that is part of the curriculum in primary and secondary education. Importance is also
attached to encouraging each citizen to adopt positive afttitudes vis-a-vis learning in gen-
eral and, more particularly, lifelong learning. In this respect, special attention is devoted to
less privileged groups. The Flemish Community is also emphasising the need to provide for
the acquisition of basic skills in courses at all levels of education.

The French Community has based its curricula on the previously identified core skills. The
computer network has been extended to virtually all schools (the cyber-school network).
Training in the new technologies is provided in all kinds of public-sector school (Community,
provincial and municipal) and staff training sessions are arranged in schools on Wednes-
day afternoons. Experimental linguistic immersion is organised in pre-primary, primary and
secondary education.

Furthermore, a decree of December 2000 gives assent to the 4 July 2000 cooperation
agreement between the French Community and the Region of Wallonia regarding linguis-
tic immersion programmes. Under the terms of the agreement, the Region of Wallonia will
award a grant fo the programmes, with 75% of the allocation for secondary education and
25% for higher education. In the case of secondary education, the money is for any action
designed to encourage immersion-based language learning for schools exercising positive
discrimination.

» In Spain, the curriculum for compulsory education defines education as something more
than simple instruction. Its content is not only concerned with concepts but with procedures,
expertise and attitudes which embody standards and values. Education in values begins
with a set of horizontal subjects or principles which take account of areas that were previ-
ously self-contained and compartmentalised. The teaching concerned focuses on moral and
civic conduct, peace, gender equality, the environment, hedlth, sex education and road
safety, as well as consumer education. Subjects are selected for their relevance beyond the
confines of schooling, to become part of an approach to teaching which combats discrim-
ination and inequality.

Attaching considerable importance to language learning, Spain has started several initia-
tives in this field. Official language schools exist throughout the country and their courses
are for all citizens who have completed compulsory education. The centres offer Spanish-
language courses for foreigners, as well as courses in other official languages spoken
throughout Spain {including Catalan, Basque, Galician and Valencian) and various foreign
languages (among them German, Arabic, Chinese, Danish, French, Greek, English, Irish,
ltalian, Japanese, Dutch, Portuguese, Romanian and Russian). Courses are divided into two
(lower and upper) stages and may, in either case, be given in the public sector {in the
above-mentioned official schools) or in the private sector, provided that annual examina-

Q@""ns are organised for assessment purposes. The government determines the minimum
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content of courses. At the end of the lower stage, after passing the corresponding exami-
nation, pupils receive a certificate formally confirming that they have achieved the stated
objectives. The general aims of this stage are to give pupils a basic set of skills for express-
ing themselves in and understanding the language concerned, both orally and in writing.
Learners should be capable of using the language for communication purposes in daily sit-
uations. They should also be aware of cultural aspects which are specific to the one or more
countries in which the language is spoken and liable to condition the most commonly
encountered social situations. The main aim of the upper stage is to develop the creative
ability of pupils in use of the language to the point at which they acquire greater flexibility
and capacity for refinement in understanding and expressing themselves in it.

That's English! is an official distance education programme for learning English, which

began in the 1993/94 academic year. It may be followed by students aged over 18, and
is the only distance education language learning programme which leads to an official cer-
tificate. There are plans to launch a similar programme for the teaching of French.

In order to achieve effective integration of ICT within its education system, France has
ensured that, from now on, use of ICT in all subject areas will be included in new collége
curricula. From the forthcoming school year, skills acquired by all final-year collége pupils
{some 1.2 million in 2000 and 2001) in the use of multimedia tools will be tested for the
award of a new brevet informatique (computer science certificate). As part of lycée reform,
teaching of ICT has been included in courses for first-year lycée pupils since 1999, while
use of these technologies is being gradually introduced into courses in French, physics with
chemistry, and earth and life sciences.

In Greece, courses in local history and environmental education have been initiated in
primary and secondary schools. The Melina programme, an introduction to the study of
Greek history and culture, is to be extended to all primary and lower secondary schools.
Within the same programme, new teaching methods using the arts as a vehicle for basic
education, will be included.

Arrangements have been made to offer Greek-language tuition to immigrants working in
the country. The aims of this provision are to further their linguistic and cultural integration,
encourage their personal development, and help them to become more involved in Greek
daily life, including its socio-economic, political and cultural aspects, and to overcome
problems related to communication and integration in general.

Adult education also focuses on the basic skills required for social and professional devel-
opment. Action in this area is concerned with education for active citizenship {basic social
and economic skills, health and consumer education, human rights and European citizen-
ship, etc.), and the development of individual skills {in speaking and writing, group work,
self-confidence, etc.) and technical skills {using the Internet and electronic communications,
including multimedia, etc.). Courses are also being developed in environmental education,
as well as the education of parents so that they they follow their children’s progress at
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school more effectively and are better informed about the aims of the curriculum and leg-
islative developments, etc.

Specific initiatives are targeted at women to help them enter the labour market.

» In Irelond, programmes have been completely overhauled, with new programmes intro-
duced fo boost relevance and broaden the range of options. They include the Junior Cycle
Schools Programme for lower secondary education, a Transition Year Option, a Leaving
Certificate {Vocational Programme) which is awarded on satisfactory completion of a two-
year course in upper secondary education and gives access to professional life or further
study, and the ‘Leaving Certificate Applied’, which is a variant of the preceding qualifica-
tion. These reforms involve an increase in language, technical and vocational options and
a work experience programme, as well as the inclusion of ICT in teaching and learning.
They are particularly concerned with personal development, human relations skills, team-
work, a sense of initiative, problem-solving, critical ability and the capacity to learn inde-
pendently. A school/industry liaison programme has also been started in cooperation with
national employers.

» In ltaly, the new curricula for basic school have been fully updated. (*} They now formally
list so-called ‘new basic skills’ that pupils have to learn at each successive stage of their 7-
year course and should have mastered on its completion.

» In Luxembourg, courses for learning the three official administrative languages (German,
French, and Letzeburgesch), as well as English and Spanish, are booming. The department
for adult education is thus stepping up provision to meet the growing demand. It is also
involved in initial and in-service training projects for adult education course supervisors
and in developing a method of teaching Letzeburgesch to adults {comprising the publica-
tion of learning booklets, an electronic spell check on the Internet and a TV/video learning
programme).

P> Austria is involved in the DeSeCo (Definition and Selection of Competencies} - Pro-
gramme, initiated by the Swiss Federal Office for Statistics in 1998 under OECD auspices.
The DeSeCo is concerned with the theoretical basis for key competencies, a framework for
the development of indicators and interpretation of empirical data, and alternation
between conceptual and empirical work. The interdisciplinary and internationally-oriented
approach of the Programme has resulted in initial consensus as to the importance of the
following: (a} the ability to act autonomously and purposefully; (b} the efficient use of tools
such as languages, knowledge, and technologies; and (c) the integration of heterogeneous
social groups. |

(%) The future of this reform will depend on decisions to be taken by the new (Berlusconi) government which was in the
@  ©oss of being constituted when we went to press.
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» In Portugal, Statutory Order 6 for reorganisation of the curriculum of ensino bdsico {’basic
education’ corresponding to primary and lower secondary education in other systems) was
published in January 2001. It seeks to guarantee basic education for all, while promoting work
to clarify requirements with regard to basic learning and the way this should occur. In addition
to conventional subject areas, the new curriculum contains interdisciplinary courses on educa-
tion for citizenship, the human dimension of work and the use of ICT, which normally lead to
the award of a basic skills certificate. The secondary education curriculum has also been
revised (Statutory Order 7, 2001) to encourage closer links between education, training and
society, and to facilitate transition to the labour market. New arrangements now determine the
significance of project work in general courses, and technological projects in technological
courses. The arrangements further provide for mobility between technological and general
courses, as well as between courses offered by the Ministries of Education and Labour. This
freedom to move away from a strictly theoretical subject approach is meant to develop a global
view of knowledge and the relation between theory and practice. Courses also involve educa-
tion for citizenship, activities to promote the Portuguese language, attempts to increase aware-
ness of the human dimension of work, guidance and counselling to boost mobility across the
different paths through secondary education, and inferdisciplinary-oriented training in the use
of ICT. There is thus a flexible framework for the enrichment of courses.

In April 2001, a special diploma in basic ICT skills was approved by Statutory Order, for
the purpose of accrediting such skills and formally acknowledging their contribution to full
awareness and exercise of citizenship.

In addition, the purpose of the National System for Vocational Certification is to ensure
the free movement of workers in the European Union and boost employability by means of
transparent qualifications. The System also seeks to gear vocational training to acquisition
of the necessary qualifications and encourage new forms of work organisation. The Per-
manent Committee for Certification and the Specialised Technical Committees are tripartite,
thereby ensuring close links with the world of work. Established for each occupational sec-
tor, the Specialised Technical Commitiees have the task of devising appropriate job/skills
profiles, drawing up standards of certification, analysing training provision in the sector
concerned and making recommendations thereon.

» In the United Kingdom, the Scottish Executive has set objectives for schools in four key
areas: |iteracy, numeracy, examination attendance and classroom attendance. The com-
mand of core skills such as working with others, problem-solving, numeracy, written and
oral communication and ICT is regarded as fundamental for the continuation of education
and training. This approach is sustained by the National Qualifications programme. Core
Skills are embedded in many of the National Quadlifications allowing students to gain the
skills automatically. Core skills are also available as separate qualifications, enabling stu-
dents to gain a qualification in skills that they may not already have.

In the area of ICT, the skills drive has been closely associated with moves towards the Infor-

mg{ion Society and the needs of a knowledge economy. A recent publication by the OECD
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(2000), Learning to Bridge the Digital Divide, presents an analysis of the learning digital divide
as it has developed or is developing in different countries, and the policies and innovation
designed fo overcome it. It provides evidence that ICT can be the solution fo inequalities rather
than their cause.

Efforts in this field are currently progressing in all European countries. (¢) The initiatives taken
by European governments largely focus on improving the number of computers in schools, the
availability of software and access to the Internet. Some countries offer several financial facil-
ities also for individuals in order to increase the number of personal computers. For instance,
the ltalian Parliament, through the Financial Law for 2000-2001, is offering citizens an oppor-
tunity to discover the new technologies by creating a Euro credit card for the new economy.
According fo this law, anyone who had reached the age of 18 by 1 January 2001, can apply
for this credit card to purchase goods and services in the computer and telecommunications
sector, as well as to follow distance learning courses, to a maximum value of EUR 5 164. In
substance, it is a loan - citizens will in fact be required to refund the sum without interest -
which the State, in the name of the new economy, will guarantee in the event of insolvency. In
Sweden, a high level of computer literacy already exists at both youth and adult level and this
is helped by tax breaks for the use of computers at home, and following the introduction of a
new national fime schedule in schools. There is no special allocation for computer science as
a subject; instead, computers are used as a tool in all subjects.

The revision of content, curricular organisation and systems

An emphasis on new basic skills is occurring, together with the adjustment of curricula and, in
some cases, of systems.

» In Belgium, the Dienst Beroepsopleiding Departement Onderwijs (the department of edu-
cation vocational training service) in the Flemish Community is making every effort to
enhance the development of close working relations between initial and in-service voca-
tional training, on the one hand, and the labour market on the other. A reform of train-
ing patterns, models of organisation and more effective counselling for the various
branches of training on offer is under way. Training opportunities for learners are being
increased so that there is more chance of them obtaining a qualification. The different sec-
tions of vocational training courses are broken down into modules. Each module corre-
sponds to a partia| quc|ification so that learners become more motivated to comp|ete the
entire course and to continue learning throughout life. The content of modules is inspired
by job descriptions supplied by the social partners.

» Denmark is implementing a major reform of the vocational education and continuing
training system. Education programmes at advanced levels are being given the same

(¥) For o brooder overview of ongoing initiotives, reoders should consult the Eurydice survey on ICT in educotion pub-
Q  1in August 2001.
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recognition as comparable levels of education in the mainstream system. It is a condition
for embarking on an adult education programme at one of these advanced levels that par-
ficipants have a relevant educational background and at least two years of relevant work
experience. The organisation of the content and teaching methods are to a large extent
based on the professional and personal experience of the adults concerned. Attendance at
courses is compatible with continued professional activity since they are organised outside
working hours. Under this reform of the adult education system, around EUR 6.7 million
{DKK 50 million) have been committed for 2000/2001 in order to fund university projects.
The idea is o encourage universifies to develop new qualifications, including special Mas-
ter's level degrees, as well as modular courses and pilot projects involving new skills units,
with the aim of diversifying the qualifications and Master's courses on offer in accordance
with demand.

In Spain, orthodox and special arrangements have been introduced as part of a policy

-for lifelong education. The aim is to try and cater for the needs of all pupils by means of

an open and flexible kind of course responsive to their differences. Pathways on offer
involve anything from a gradual increase in optional subjects throughout this stage to
actual changes in course content, and the possibility of including more diversified provision
in the final phase of this stage. The purpose of this last kind of measure is to gear provi-
sion to the varied needs and interests of pupils. The course is thus structured to include
optional subjects that become increasingly significant throughout compulsory secondary
education. There is a similar attempt to diversify methodology, the teaching materials used
and the way in which elements of content are linked and structured. When, notwithstand-
ing such adjustments, pupils fail to achieve the general aims set for this stage, further efforts
are made to diversify. In this case, a new smaller group of pupils is formed and relevant
changes are introduced in the curriculum {focusing on the fields of socio-linguistics, science
and technology).

In upper secondary education, bachillerato students may choose one of four optional sub-
jects in accordance with their abilities and their academic and professional interests. In
vocational secondary education, one of the main priorities is that pupils should develop a
sense of identity and professional maturity motivating them to consider fresh phases of
learning and enabling them to adapt to any changes in skills requirements. Alongside the
general measures already referred to, other specific developments have been encouraged,
such as increasingly close links between schools and firms as complementary centres for
learning. In higher education, a broadening in the number of subjects on offer is helping
people to satisfy their specific lifelong education requirements. Meanwhile, specialised
vocational provision with clear employment prospects has been expanded for the benefit
of students who have obtained first university degrees, as well as other graduates, in order
to increase the likelihood that they will be able to apply what they have learnt at university
to their professional activity. And an extensive range of distance university courses may
also be accessed at the National University for Distance Education (UNED). Students
enrolled at this University accounted for 8% of all university students in the 1996/97 school

@=r. Special university provision is available for retired people.
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» In France, the fight against illiteracy is now bolstered from pre-primary level onwards and
throughout the whole of schooling by means of innovative teaching practice, including the
use of ICT; young people with learning difficulties receive individual support at collége
stage, at which experiments are also being conducted with combined interdisciplinary
work.

The programme to promote modern languages in school and university has also been
launched. Modern languages, including the native languages and cultures of many pupils
(Arabic, Spanish, ltalian and Portuguese) and geographically “close’ regional languages,
have been introduced in pre-primary school at which learning is predominantly oral. Since
September 2000, these languages have been taught as subjects in their own right in the
final year of primary school. In the next five years, teaching of them will be gradually
extended throughout the whole of primary education. This will involve linguistic and spe-
cial pedagogical training for all teachers and future teachers at this level, together with a
multiannual plan for in-service training in each department, an increase in the number of
posts for language teaching assistants (1 850 at the start of the 2001/2002 school year),
the development of multimedia teaching tools and the provision of linguistic classes.

A plan to reform the teaching of science and technology in primary school sets out to
encourage young people to study science, by promoting a culture of experimento| inter-
disciplinary learning based on la main ¢ la péte, the *hands-on” learning initiative of Nobel
laureate Georges Charpak. The underlying aim is to stimulate the ability of pupils to rea-
son and argue soundly.

Initial vocational training is being gradually readapted to become part of a strategy for
lifelong education. Assessment, certification procedures, and vocational qualifications are
to be overhauled, particularly in the service sector, in order to take account of technologi-
cal change and changes in work organisation. In 2001, the Certificat d"Aptitude Profes-
sionnelle (CAP, or Certificate of Vocational Aptitude), the initial basic vocational qualifica-
tion, is being reformed with support from the social partners (length of in-company train-
ing, procedures for accessing training, and certification and training content). Opportuni-
fies to move from one kind of course to another are being introduced to facilitate enrolment
for both initial and in-service training. Introduced in 80% of the 1 770 vocational lycées in
2001, multidisciplinary schemes of a vocational nature are being fully extended in 2001
to make pupils more aware of the interaction between general and vocational subjects in
developing vocational qualifications. Links with the world of business and industry are
being further reinforced through partnership agreements with particular vocational sectors
or big firms, and the Ingénieurs pour I'école (Engineers for School’) scheme aimed at get-
ting 80 managers and engineers from major companies to prepare young people for their
entry into professional life.

The French government is also concerned to strengthen the vocational dimension of
courses in higher education. There is provision for vocational training in the university
inctitutes of technology, the "higher technician” sections, the vocational university institutes
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I

and the engineering schools. In-company placements are included in general courses in lit-
erature and science. A licence professionnelle {vocational degree) has recently been intro-
duced-{with effect from the 2000/2001 academic year) in order to facilitate entry to the
labour market. Its courses last for a year {subject to any special educational provisions) and
combine theoretical and final-stage practical components with learning about methods and
tools, and training placements in firms or other occupational environments. Given as part.
of initial and in-service training, courses are based on an integrated approach involving
both training institutions and the professional sectors concerned. A variety of training
pathways have been devised to take account of the specific qualifications and needs of stu-
dents from different backgrounds. The licence professionnelle is awarded by universities,
independently or in conjunction with other public bodies for higher education which have
been formally recognised for this purpose by the minister of higher education.

P In ltaly, the new structure of the education system {under the Law of 10 February 2000) (")
redefines the various stages of education with a view to the development of lifelong edu-
cation. Continuity within the system from provision for the earliest years of childhood
onwards is a central underlying principle. Each stage is linked to the stages which precede
and follow it in terms of both content and learning methods, so as to develop, broaden and
build on what has been already acquired and to prepare for what is to come.

Pre-primary education seeks to develop children’s capacity for self-sufficiency, creativity
and learning, while also laying the groundwork for their comprehensive education. Pri-
mary education is concerned with the following: developing and consolidating children’s
basic knowledge and skills, with reference to the most recent theories regarding social, cul-
tural and scientific change in our societies; teaching them new forms of self-expression;
enhancing their capacity for social relations and development conditioned by the factors of
time and space; familiarising them with the basic principles of human society; and devel-
oping their ability to choose and take personal decisions.

The ultimate aims of secondary education are as follows: to consolidate, reorganise and
extend the ability and skills acquired by young people during primary education; to sup-
port and develop the attitudes and ambitions of students; and to enrich their personal
growth through education with a cultural, human and civic dimension, while gradually fur-
thering their capacity to assume responsibility. This level of education is also meant to facil-
itate access to university and non-university higher education, or entry to the labour mar-
ket.

The priorities of adult education are to define a blueprint for planning and management of
a new system at national, regional and local levels. The development of local pilot projects

(") The future of this reform will depend on decisions to be taken by the new (Berlusconi) government which was in the
process of being constituted when we went to press.
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should facilitate the transfer of particular models. It is proposed to restructure area centres
for adult education so as to improve their planning, management and provision for this sec-
tor.

New measures have also been adopted to achieve more effective coordination of policies
and practice in the fields of education, training and employment and to facilitate the tran-
sition from school to work. In-company placements and practical work have been intro-
duced at all levels of education, except the basic level. More specifically, arrangements
adopted within the school system are either in the form of long and short placements for
guidance and training purposes which are organised from the start of secondary educa-
tion or, alternatively, pathways for acquiring vocational skills at the end of upper second-
ary education.

An entirely new branch of post-secondary provision, called Istruzione e Formazione Tec-

nica Superiore (IFTS, or ‘higher technical education and training’) has been established.

This is a coordinated structured system bringing together the different sectors of post-sec-

ondary school and university education, vocational training and the world of work, as a

result of which:

* young graduates can acquire more advanced skills corresponding to the needs of pro-
fessional life, in order to speed up their entry to the labour market and make it easier
for them to continue their studies in accordance with patterns of training which follow
on from those already completed;

e working adults can upgrade and secure formal recognition for their professional skills
and experience, in order to enhance their right to lifelong education, as well as their
prospects for mobility and professional enrichment;

e adults without work or officially unemployed can envisage fresh opportunities for
employment as salaried workers or self-employed people.

IFTS provision is administered by a mixed membership body {a consortium or other type
of association) that has to include at least four kinds of player, namely a higher state school
institution, an organisation or centre for vocational training, @ university and one or sev-
eral firms or associations of firms. IFTS courses display the following general features:

e the formal establishment of a scientific and technical project committee which must
include representatives of the IFTS partners and heads of firms, who are responsible for
initially devising the project, monitoring its progress and provisionally certifying it;

e introduction of a cumulative credit system which lasts up to the completion of IFTS, and
is based on regionally adapted national guidelines.

In ltaly, in which compulsory education lasts until the age of 15, a 1999 law now obliges
young people aged 15-18 to pursue education and/or training activities within the school or
vocational training systems, or in apprenticeship. The most prominent feature of this innova-
tion, known as the obbligo formativo, is that they can attend integrated education and voca-
tional courses in school, enabling them to obtain both a diploma and a vocational qualifica-
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P Portugal is striving to achieve more effective coordination of policies and practice in the

field of education, training and employment, and introducing greater flexibility and vari-
ety info its secondary school curricula. It has set up permanent observatories for basic and
upper secondary education, as well as arrangements for monitoring the subsequent career
paths of higher education graduates, so that it is easier to guide policy implementation.
Flexibility and variety are also the aims, in higher education’and training, of new inte-
grated courses (combining modules concerned with key skills, general education, prelimi-
nary training and vocational training) and new kinds of certification which, at one and the
same time, offer formal recognition of school equivalence levels and vocational qualifica-
tions. The Vocational Training and Employment Observatory is monitoring both the quan-
titative and qualitative development of employment. The tripartite Comissdo Nacional de
Aprendizagem (National Commission for Apprenticeship) guides and monitors training for
young people in accordance with arrangements for linked work and training and the remit
of the Comisséo de Acompanhamento dos Cursos de Educacédo e Formagéo Inicial (Com-
mission for Measures to support Education and Initial Training).

In the United Kingdom, the foundation stage of education was introduced in England in
September 2000. This caters for children from the age of 3 until the end of the reception
class {when they are usually aged 5). It is a distinct stage of education, which is considered
to be important in its own right, as well as for the role it plays in preparing children for
later schooling. Early learning goals were introduced in September 2000, following a
review (commissioned by the government) of the desirable learning outcomes by the Qual-
ifications and Curriculum Authority (QCA). This new curriculum guidance is an integral
part of the foundation stage and includes goals which are in line with the national strate-
gies for literacy and numeracy. The goals are: personal, social and emotional development;
communication, language and literacy; mathematical development; knowledge and under-
standing of the world; physical development; and creative development (QCA, 2000). In
Wales, the same six areas of learning form the basis of curricular guidance for the foun-
dation stage. Known as the desirable learning outcomes, these have recently been rede-
fined by the Qualifications, Curriculum and Assessment Authority for Wales (ACCAC) to
reflect the Welsh context and the revised National Curriculum in Wales.

For secondary education, the government has recently announced that foundation and
intermediate-level General National Vocational Quadlifications (GNVQs) and Part One
GNVQs will begin to be replaced by new vocational General Certificates of Secondary
Education (GCSEs) from September 2002. Vocational GCSEs will be available in a similar
broad range of vocational subject areas to the Part One GNVQ, including manufacturing,
art and design, information technology, health and social care, and engineering. Their aim
will be to provide an introduction to a vocational subject area, and to enable young peo-
ple who obtain a vocational GCSE to move on to apprenticeships and into jobs. The gov-
emment expects that vocational GCSEs will be taken by pupils aged 14-16 in“compulsory
education, but also by 16- to 19-year-old students in college or school education, wishing
to study a vocational course below advanced level.
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The structure of General Certificate of Education Advanced level (GCE A-level) and Gen-
eral Certificate of Education Advanced Subsidiary (GCE AS) examingtions has recently
been reviewed with the aim of broadening the subjects studied in the first year of the
course. As a result, since September 2000, pupils have been encouraged to study up to
five subjects in the first year of the sixth form. On successful completion, they are awarded
the new GCE AS qualification. They then go on to study up to three of these five AS qual-
ification subjects ot GCE A-level in the second year. To facilitate this process, GCE A-level
and GCE AS qualification courses consist of units - six for the full A-level and three for the
GCE AS qualification, and pupils select either modular or end-of-course assessment. They
are free to choose any combination of A-level and/or AS qualifications within the limita-
fion of a school’s timetable and the range of subjects it offers. The first examinations for the
new GCE AS qualification are taking place in summer 2001, and those for the revised GCE
A-level in summer 2002.

Since September 2000, a new voluntary 'key skills' qualification in communication,
application of number, and information technology has been available to pupils aged 16
or over in post-compulsory secondary education. This qualification is meant to be taken in
tandem with other courses and is consequently available for all pupils, whether they are
following GCE A-level, GCE AS qualification, GNVQ, or GCSE courses in schools or col-
leges. It is also available for post-16 students participating in work-based training pro-
grammes. In addition to the specific key skills qualification, the government recommends
that all post-16 programmes (GCE A-levels, GNVQs etc.) should incorporate aspects of all
six key skills {application of number, communication, information technology, improving
one's own learning and performance, problem-solving, and working with others).

Deliberate efforts to encourage young people aged over 16 to continue their education or
fraining supplement action to achieve the performance levels and standards expected of
schools. Initiatives in this area include a major scheme for educational improvement with,
for example, the establishment of targets for schools and local authorities responsible for
education, along with strategies to improve literacy and numeracy.

For higher education, the Department for Education and Employment (DIEE) is currently
proposing to introduce a new two-year vocational qualification, the Feundation Degree. It
is envisaged that foundation degree graduates will provide the laiour market with the
intermediate-level skills which are currently in short supply. Foundation degrees are also
intended to appeal to a broader range of potential students, thus widening participation in
higher education and stimulating lifelong learning. Key features of the proposed founda-
tion degree are employer involvement, the development of skills and knowledge, applica-
tion of skills in the workplace, the possibility to accumulate and transfer credit and the pos-
sibility to progress to an honours degree. The Higher Education Funding Council for Eng-
land (HEFCE) is currently asking higher education and further education institutions to bid
for funding to develop prototype foundation degrees and deliver them in the academic year
12001 /2002. '

ERIC

Tox Provided by Al 2 8‘:\; ‘y?



National actions to implement Lifelong Learning in Europe

For further and adult education, a major development in lifelong learning in England is
the creation of the Learning and Skills Council. The LSC was created by the Learning and
Skills Act 2000 and brings together for the first fime into a single national body, responsi-
bility for planning and funding of post-16 learning (other than higher education) in Eng-
land. The LSC became operational in April 2001. As well as the national Council, local
LSCs have been created and will be responsible for ensuring that the needs of local com-
munities, businesses and individuals are reflected and met through LSC-funded provision,
and for delivering the national priorities and policies at local level. Business and industry
will have considerable influence in the Council. Forty per cent of LSC Board members and
local chairs have substantial recent business or commercial experience. Through business
involvement, it is intended that the system will be better able to train people suited to busi-
ness needs. The LSC will be responsible for around EUR 9 800 million {GBP 6 billion includ-

ing school sixth-form funding) and almost 6 million learners.

In Wales, the National Council for Education and Training (CETW) became operational on
1 April 2001. lIts duties are similar to the LSC in England. The CETW and the Higher Edu-
cation Funding Council for Wales have established a joint executive to ensure a coordi-
nated epproach to the funding of all post-16 institutions in Wales. This joint body is known
as Education and Learning Wales (ELWA).

In Northern Ireland, a Strategic Investment fund has been introduced to enable the further
education sector to better support local and regional economic development. Funds are
available to provide for the following: the restructuring of institutions; the sharing of expert-
ise and resources; the direction of resources to areas of identified skills needs; the merger
of government training centres with further education colleges; and the establishment of
regional centres of excellence in vocational areas of major significance to the regional
economy.

In 1998, in Iceland, the Minister of Education, Science and Culture launched a new school
policy for primary and upper secondary levels. This policy essentially represents an attempt
to create an efficient but flexible education system which focuses on the needs of individ-
val students, broadens the choices open to them and encourages them to assume respon-
sibility for their studies, while also instilling academic discipline, good working skills and
healthy competition.

The principal changes in compulsory education introduced by the new National Curricu-
lum are as follows: instruction in English now begins in the 5th grade, or at 10 years of
age; a new subject is offered to teach skills generally required in the world of today; and
more goal-oriented teaching of information technology is provided. Pupils can choose
whether or not they take the nationally coordinated examinations on completion of com-
pulsory education.

The National Curriculum Guidelines state that, from 1999 onwards, there will be various
course options in the last year of compulsory schooling which individual pupils, their par-
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ents and teachers may determine jointly with a view to obtaining the best educational solu-
tion for the pupil concerned.

in grades 9 and 10, schools are expected to organise up to 30% of their total time on their
own initiative and offer pupils a significant choice of subjects and fields of study. The aim
of this greater freedom is to enable them to adjust provision to their personal requirements,
and draw atfention fo their preferred areas of study and how they would like to map out
their future with their parents, teachers and educational counsellors. This has three conse-
quences. First, the notion of basic pub|ic education is retained, as is demonstrated by the
inclusion of core subjects {Icelandic and mathematics) and by the Ministry of Education,
Culture and Science timetable guidelines. Secondly, pupils have a chance, through their
optional subjects, to concentrate on those which match their interests and plans for the
future. Thirdly, they are allowed to drop subjects or fields of study in which they are not
interested, or which they consider to be less relevant to their career plans.

Optional subjects in grades 9 and 10 may be divided into three main groups. The first
group prepares pupils systematically for the secondary school curriculum. The second is
concerned with preparation for a particular career, or for further education in the arts or
technology. The third group corresponds to subjects which pupils may select to broaden
their horizons or enrich their lives. One result of different options is that pupils will no
longer be required to take the same nationally coordinated examinations on completion of
compulsory education, as they will be following different courses for different purposes.

All pupils who have completed compulsory education have the legal right to upper sec-
ondary education regardless of their results in the 10th grade of compulsory school. How-
ever, the 1996 Upper Secondary School Act provides for varied entrance requirements for
different branches of study at upper secondary level corresponding to the academic
demands of the branch concerned. A recently issued regulation regarding this legislative
provision comes into effect from the 2001/2002 school year. According to the 1996 leg-
islation, the aim is to promote the general development of all pupils so as to maximise their
chances of active participation in a democratic society. Besides preparing them for work or
further study, upper secondary schooling is meant to promote their sense of responsibility,
broad-mindedness, initiative, self-confidence and tolerance and to train them to think and
study in a disciplined but critical way. Schools are also meant to heighten the responsive-
ness of pupils to cultural values and encourage them to seek knowledge for the rest of their
lives.

Finally, secondary schools and universities increasingly offer confinuing education and dis-
tance teaching.

As far as vocational training specifically is concerned, various models have been proposed in

Europe for adaptation of content and curricula. Two main approaches can be identified:

* the approach promoting basic, generic and core skills is characteristic of the debate in Eng-
lish-speaking countries, but it is also seen in certain other countries, although to a less sig-
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nificant extent (Denmark, Germany, Netherlands, Finland). The skills whose acquisition is
promoted in this approach are the general elementary and/or cognitive - competences
required for a whole series of jobs, indeed all jobs: mathematics, reading, writing, problem-
solving, social, communication and interpersonal competences. They are entry skills to gain-
ful work and employment as well as skills necessary for social participation (citizenship);

* the approach promoting transferable (key) competences and broad professional competence
{dominating for example in Denmark, Germany, ltaly and Austria) is based on a collection
of competences transcending divisions of labour and traditional occupational profiles. The
competences cited are social and communication competences, and strategic efficiency, in
particular problem-solving competences, organisational competences and leadership. There
is no fundamental difference between these competences and those listed by supporters of
the development of generic skills. It is because they are regarded as dependent on a context
or a range of situations that the didactics for their acquisition will be different.

Concerning the methods of acquiring these competences and on their application in appro-
priate occupational situations, some people believe that basic skills {reading, writing, mathe-
matics) and generic skills (problem-solving, communication, learning to learn) must be
imparted, mainly at schools and fraining organisations. Others, while-acknowledging the
value of these competences, argue that competences are dependent on their context, and can-
not be developed outside it.

Teaching innovations based on each of these two channels have been proposed. However, they
all focus on autonomous learning and competences development via problem-solving, and are
based on more customised and active teaching and pedagogy, as opposed to traditional
teaching (traditional frontal learning or simple copying of behaviour in the workplace). Com-
petence development as an autonomous and context-bound learning process thus takes place

during an entire working life and entails several forms of learning {formal, informal, non-for-
mal) {Descy/Tessaring, 2001).

» In Denmark, VET Reform 2000, is seen as a major step towards a pedagogical innovation
with a view fo changing the education system to support lifelong learning. It aims to give
all young people a broad-based education and training after compulsory education; to
improve the responsiveness of the system to the new qualification needs of the labour mar-
ket; to improve level of esteem of VET, and to respond to youth’s critical attitude towards
education by opening up possibilities for the student to compose his/her own education. It
is based on the principle of a simpler structure with more flexibility. The VET system now
has fewer access routes {85 training programmes reduced to 7 foundation access courses
- 6in VET, 1 commercial). These basic programmes will include continuous guidance and
counselling, tailored to the student's interests, capacities and motivation, which should lead
to a more relistic final choice of education. The main VET specialisation programmes that
follow the basic foundation will achieve at least the same levels of competence required by
the labour market, and defined with the social partners in the existing VET system.

o '
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» A variety of initiatives are under way in Germany. A programme has been established by
the Biindnis fiir Arbeit, Ausbildung und Wettbewerbsféhigkeit (Alliance for Employment,
Training and Competitiveness) with a view to securing improvements in qualifications,
which are expected to be finalised and confirmed in 2001. In 2000, the provision of
apprenticeship and in-service training was repeatedly adjusted to keep pace with the rapid
changes affecting the structures, technological capacity and work organisation of the econ-
omy and professional life. In the last two years, 36 existing branches of training have been
modernised and seven new branches introduced.

The cims of the research and development programme known as Lernkultur Kompetenz-
entwicklung (Learning Culture and Skills Development) recently launched by the BMBF (%),
are to devise permanent and effective learning structures based on learning at the work-
place, the enhancement of individual professional skills and the consolidation of strategies
for keeping skills up to scratch in case of unemployment. The priority of the programme is
therefore to promote a learning culture of benefit not only to the learners but also to firms
in helping them to improve their competitive position. The programme additionally includes
projects to improve transparency, vocational guidance and the quality assurance of in-serv-
ice training institutions, while also experimenting with new forms of certification, including
recognition of informally acquired skills. Around EUR 18 million (DEM 35 million from the
federal government and the European Social Fund) have been earmarked annually
between 2001 and 2007 for these projects to be carried out.

The programme known as Schule-Wirtschaft/Arbeitsleben (Education-Economy/Working
life) supports projects which prepare young people for the demands of professional activ-
ity in accordance with their experience and practice, and relate to all aspects of working
life. It also encourages them to think in economic terms and develop their self-reliance. By
using supervised learning fo initiate young people into working and economic life, the pro-
gramme prompts them to consider the role distribution of men and women, helps to give
them better vocational guidance, and makes it easier for them to take decisions about
learning and handle periods of transition.

The 4. Empfehlung der Kultusministerkonferenz zur Weiterbildung (Fourth Recommenda-
tion of the Kultusministerkonferenz on Adult Education) of 2001 emphasizes the need to
lay the foundations for lifelong learning from as early as primary education onwards.
Schools are therefore increasingly concerned with paving the way for lifelong learning in
terms of understonding and motivation. New learning arrangements and teaching con-
cepts, methods and models which encourage self-controlled informal learning have been
developed and tested in schools by the Lénder. They make use, for example, of the new
information and communication technologies.

2 R'iARF Bundesministerium Fir Bildung und Forschung (Federal Ministry of Education and Research).
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In ltaly, a new system of apprenticeship has been initiated. Since September 1998, the govern-
ment has introduced a national plan to experiment with general fraining away from the work-
place. Under this system, which is administered by schools alongside other types of institution and
association, the following key tasks should be carried out: identification and mobilisation of
resources; definition and regulation of standards; planning of regional and local provision; inform-
ing, supporting and mofivating business managers; informing, motivating and counselling would-
be apprentices; information management; establishment of specialised networks for administrative
purposes; evaluation and certification; and accreditation and the fraining of trainers.

Apprenticeship training in Italy is considered to be a continuous pathway, the essential fea-

tures of which are as follows:

* in-company training in which students contribute to production activity alongside the
manager or other workers;

* in-company fraining coupled with teaching activity that offers regular opportunities for
an interview with the company tutor, away from the tasks of production;

¢ general external training which is open, flexible and personalised and whose aims and
characteristics are specified in current legislation.

Training thus has the following characteristics:

* it is structured on the basis of modules and teaching units so that apprentices and firms
can choose from an exceptionally wide range of content, timetables and, in some cases,
possible locations for their training. It consists therefore of structured training pathways
which are personalised through the guided selection of modules;

¢ apprentices and the firms to which they are allocated each receive a certain number of
study vouchers which may be used in the local networks for general apprenticeship
training or in other agencies.

In the Netherlands, action has been taken to improve the internal throughput of voca-
tional education (to secure a high percentage of graduates), to eliminate blockages in ini-
tial vocational training (between lower, intermediate and higher levels), and to set this level
of education (whether lower, intermediate or higher) on a sound footing as a whole. A
monitoring group called Impuls Beroepsonderwijs en Scholing (Incentives for Professional
Education and Training) was set up in the autumn of 2000. Within this group, the govern-
ment is working jointly with the social partners and vocational education organisations to
prepare the content and carry out the groundwork for the measures concerned. These
measures will involve post-initial training, as well as initial vocational education. The activ-
ity of the monitoring group will culminate in mid-2001 with a comprehensive agenda for
joint implementation by the government and the social partners in the years ahead. A very
extensive range of existing measures and policy initiatives will be invoked for this purpose.

In Austria, in order to give a higher profile to an area hitherto regarded as an interface
and encourage joint action, the department in charge of vocational education in the Min-
istry of Education, Science and Culture has launched the Education-and Economy initia-
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tive. Its aim is to intensify the cooperation which already exists between the Ministries of
Education and of Commerce and Industry, and to create new partnerships.

» In Einlond, the framework curriculum in vocational education conveys the objectives of
educational policy and indicates the requirements for national, uniform vocational
expertise and core skills, among which are learning to learn and making an active con-
tribution to society. There are a total of 51 initial vocational qualifications with 112 study
programmes in Finland. These qualifications are modular, flexible and allow different
choices in order to meet the requirements of local working life and particularly the differ-
ent needs and future plans of individual students. This makes it possible for students to select
their specialisation area and also to plan their careers from the lifelong learning point of
view. Common general education objectives are well met, but practical professional skill
objectives receive more attention than basic skills and social skills at some institutions.

P In Sweden, upper secondary schooling for young persons and adults has a common cur-
riculum with specific goals for each type of school. As in the new curriculum for compul-
sory schools, the goals stated in the curriculum for non-compulsory schools are of two
kinds: goals that education should strive towards and those that everybody should be given
the opportunity of achieving. The set of fundamental values which are to influence the activ-
ities of the school, and the demands imposed on students and school staff have been set
out in six different sections, namely (i) knowledge, (i) norms and values, {iii) responsibility
and influence of pupils, (iv) choice of education — work and civic life, (v) assessment and
grades, and (vi) responsibility of the school head. The educational aims of the national pro-
grammes are set out in programme goo|s. Students choose between 17 national pro-
grammes, of which 13 are essentially vocational, two prepare them primarily for univer-
sity, and the remaining two may be regarded as somewhere in between, since they can
lead both to further studies and to work. Some national programmes are divided into
branches. In addition to the national branches drawn up centrally, municipalities may
choose to set up local branches adapted to local needs and conditions. The vocationally-
oriented programmes must give a broad basic education within the vocational field con-
cerned, as well as provide the foundation for further studies at post-secondary level. A sub-
ject syllabus can consist of a number of short courses both within the programme selected
as well as from other programmes. Course godls are set out in syllabi, which are common
to upper secondary schools and Komvux (municipal adult education).

1.2 ‘Second chances’ for new basic skills and universal access to digital literacy

Summary

"Second chance’ schemes are perhaps less common than action for general reform of pro-
grammes and systems. Some of these initiatives focus on basic skills, such as literacy and
numeracy, or even more general activity to fight widespread illiteracy, while others provide for

'Q" ion to basic levels of vocational training in various sectors.
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Initiatives are targeted on certain particular target groups (such as the unemployed, women
without qudlifications, older workers, efc.). Special care is taken to ensure that training can be
provided alongside the pursuit of professional activity or the fulfilment of family obligations,
with the result that courses are often modular. Pilot forms of vocational provision for adults are
fested to ensure that learners are motivated fo return to programmes of training for qualifica-
tions. The aim is to avoid the kind of psychological ordeal associated with conventional provi-
sion (including tests, examinations, theorising and little real engagement on the part of learn-
ers themselves).

In some cases, use of distance education, radio and television is an integral part of training
arrangements or of efforts to heighten awareness of them.

P In the Flemish Community of Belgium, Basiseducatie (basic adult education), which is edu-
cational provision for adults with little or no schooling, has existed now for ten years. The
content of teaching is aimed at improving basic skills that are essential for satisfactory
social integration. Basic adult education also serves as a stepping stone to other educa-
tional and training facilities. At present, it is the subject of an evaluation study to examine
how far policy objectives have been achieved. The study is also investigating the effective-
ness of Basiseducatie, the efficiency of its management structure and the extent to which
provision has reached its target group, and its findings will be used to improve the regu-
lations concerned. An action plan to boost literacy is also due for completion. Besides
Basiseducatie, Tweedekansonderwijs (second chance education) in the Flemish Community
enables adults aged 18 or over who failed to graduate from secondary school for any rea-
son, to obtain a general, technical or vocational secondary education diploma. The cen-
tres for second chance education will be able to award these diplomas for the first time in
2001, given that this is no longer the exclusive responsibility of the Examining Board of the
Flemish Community.

P In Spain, the Alba programme offers second chances specifically to women. It is coordi-
nated by the Instituto de la Mujer (Institute for Women) with support from the Instituto
Nacional de Empleo (INEM, or National Employment Institute), the Instituto Nacional de las
Cudlificaciones (National Qualifications Institute) and the Ministry of Education, Culture
and Sport. The aim is to improve the employability of women who have not obtained basic
qualifications. The project, which combines basic education with initial vocational training,
was launched as part of the Leonardo da Vinci programme in 1998. It is already being
implemented in several Autonomous Communities.

Aulas Mentor is an open and distance education project initiated by a network of adult
education centres. It offers a wide range of formal and non-formal education.

P The Ministry of Education in France has broadened the scope of the priority education net-
Q works, which now correspond to some 900 zones d'éducation prioritaire/régions d’éduca-
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tion prioritaire (ZEPs/REPs, priority education areas or regions) and almost 1 700 000
pupils. Over one pupil and teacher in five attend or work in colléges in ZEPs or REPs.

» In Greece, adult education in basic skills involves the development of rehabilitation initia-
tives geared to the needs of people in general, as well as particular social groups (prison-
ers, gypsies, efc.). The aim here is to prevent and fight social exclusion and boost the
employability of the groups targeted. Action is concentrated primarily on literacy, numer-
acy, personal empowerment and development, guidance and counselling.

Second chance schools are also for those aged over 18 who have not completed the nine
years of compulsory education and wish to obtain a qualification to facilitate their labour
market and general integration.

» In Ireland, the Vocational Training Opportunities Scheme (VTOS) was begun in order to
offer ‘second chance’ training to unemployed workers aged over 21. The programme pro-
vides full-time training for persons who have been unemployed for at least six months. It is
offered by the Vocational Education Committees (VECs) and comprises a range of voca-
tional training options from the basic level of the National Council for Vocational Awards
(NCVA), in the case of those who have no qualifications, to NCVA level 2 corresponding
to the post-leaving certificate. Participants may also take subjects included in the lower sec-
ondary education curriculum or in courses for the leaving certificate, or acquire a portfo-
lio of qualifications to match their needs and interests. They may do their courses in groups
in VTOS classes, or individually with each separately attending a selection of other courses.
They receive a training allowance instead of their other social benefits to cover their meals
and travel expenses.

A service fo eradicate adult illiteracy is run by the VECs. Participants are first of all super-
vised individually by voluntary tutors and then join small groups, from which they may
progress towards formally recognised patterns of provision. Around 10 000 people benefit
from the service each year. Besides this initiative, closer special attention is devoted to a
sound grasp of arithmetic and the mother tongue in education and training programmes for
those whose skills are inadequate and who wish to re-enter the labour market. Pilot schemes
to tackle illiteracy are broadcast on the radio, and the Ministry of Education is now consid-
ering a TV initiative to boost awareness of the problem and offer appropriate training.

An impressive range of courses for vocational preparation and training known as post-
leaving certificate (PLC) courses is offered in over 200 centres attended each year by
around 24 500 students in a very wide variety of subject areas and, in particular, business
studies, computer science, electronics, sport, the leisure industry and tourism, catering,
child care, community care, telecommunications and similar services, the arts and craft sec-
tors and drama. Enrolment is free, and subsidies were introduced in September 1998 in
line with available resources. At the outset, the scheme was meant to bridge the gap
between school and work for those who had completed upper secondary education, but it
{5 *~creasingly becoming an option for older adults with 25% of participants aged over 21.
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In the field of further education, development of the Back to Education Initiative is in
progress. While it will be based on existing schemes, it will lead to considerable expansion
in part-time options under the PLC, Youthreach and VTOS programmes, in order to attract
students who do not want to undertake full-time training and encourage people to combine
family responsibilities and/or a job with continuing education and training. This type of ini-
tiative is essential in establishing a link between education/training and employment in a
market on the move and enabling those without qualifications to acquire them. It is also
concerned with increasing the flexibility of the system to meet the needs of people with jobs.

In the Netherlands, the government has proposed to make individual qualification con-
tracts available also to older workers — with financial support from the European Social
Fund (ESF). The development of dual trajectories and work-based learning is also being
extended to cover the high numbers of Dutch adults on occupational disability benefits in
an effort to reintegrate them in employment.

In Portugal, the Inserjovem programme, which is part of the National Plan for Employment

. in the ‘Improving Employability’ directive, seeks to offer young people who have been with-

Q

out employment for less than six months, a second chance in the form of training, profes-
sional experience, employment, retraining, personalised provision, guidance or indeed
any other measure liable to promote their professional integration.

The Reage programme, which is also part of the National Plan for Employment in the
‘Improving Employability’ directive, seeks to offer all the same facilities to adults who have
been unemployed for less than 12 months.

Denmark, Finland and Norway have special adult apprenticeship programmes. They are
suited to adults who identify more with the workplace than the school environment, such as
the unemployed or lower skilled workers who would be reluctant to return to full-time edu-
cation and training. The position of adults is also strengthened by the provision, in many
countries, of a modular form of apprenticeship. Following adult education reform in Den-
mark, there are two types of Vocational Education and Training (VET) programmes on offer
for adults. The first is Adult VET, which is indeed apprenticeship, including a training con-
tract with an employer, and which differs from ordinary VET in that training may be short-
ened by the credit transfer of prior learning. The second is Basic Adult Education. This
offers the same qualifications at the end of the education programme as ordinary VET and
Adult VET but differs from the latter in two respects, as it is not apprenticeship with a con-
tract - it is only possible fo do up to a month’s practical training as part of the education
programme - and previous education and professional experience is recognised and sup-
plemented by attendance at further courses to secure the validation of skills to a certain
level. The latter type of education programme is organised in the form of part-time courses
and is thus compatible with continued professional activity. In Finland the length of the .
apprenticeship is reduced by giving adults credits for their prior learning and work expe-
rience. The adult apprenticeship is then tailor-made to the profile of the individual appren-
+=e who can take the modules and practical training necessary to fill his/her skill gaps and

ERIC

B 37 &é

3g |



Key Message 1: New basic skills for all
|

acquire an apprenticeship qualification, which is the same as the vocational qualification
provided by vocational institutions to youth. In Norway, adult apprenticeship is becoming
an important means of documenting and recognising informal on-the-job learning. Adult
apprentices must have work experience equivalent to 125% of a normal apprenticeship
period, usually 5 years. They do not pass an examination in general subjects but take the
same theoretical and practical final examinations as apprentices. Their informal knowledge
is considered to compensate for the general school subjects {languages, mathematics,
social studies).

In Finland, labour market training is financed by the Ministry of Labour and provided free
of charge. It is primarily targeted at unemployed job-seekers, as well as those aged over
20 who have become unemployed. Such training aims to provide its beneficiaries with the
vocational skills required for daily working life, so it is varied and very practical, often
involving periods spent at the workplace. It is organised in vocational adult education cen-
tres, other vocational establishments and higher education institutions, and may also be
offered by private-sector providers. Applications for training are always made through an
employment office, which then selects the trainees. During training, the latter may be eligi-
ble for a vocational training grant or for labour market support comparable to unemploy-
ment benefit. Over the last decade, the number of people in labour market training has var-
ied with economic circumstances. For example, in 1990 just before the economic down-
turn, there were approximately 17 000 people in training, but this figure rose with the dra-
matic surge in unemployment. In 1995, it reached 33 000 and then peaked at 47 000 in
1997, before returning to just 21 000 in August 2000.

The quality of labour market training has generated much discussion. In the mid-1990s, in
particular, when unemployment was at its highest, it was criticised as being no more than
superfluous provision to keep those without work away from the labour market, thereby
artificially lowering unemployment. Meanwhile, the Ministry of Labour launched an exten-
sive independent study project to evaluate the effectiveness of training (Mikkonen, 1997).
The project tracked 4 583 former trainees and observed any changes in their labour mar-
ket status over the two-year period from 1993 to 1995, at the same time monitoring a con-
trol group of 5 197 job-seekers who had not received training. The study showed that train-
ing was to some extent more effective than its reputation suggested. During the follow-up
period, 32% of trainees had strengthened their labour market status, as compared to a con-
trol group percentage of only 23%. The results were, however, dependent on the kind of
training provided. They were most impressive in initial vocational education and retrain-
ing, but less so in vocational further and continuing education, special skills training and
education for entrepreneurship. Their impact was least significant in guidance training, the
aim of which is not to impart vocational skills but to empower job-seekers in their career
decisions or guide them in their search for a job. The study also charted the effectiveness
of labour market training in the mid-1990s, when the unemployment problem was at its
worst in Finland and found that its quality could be improved. Since then, a fall in unem-
ployment has been accompanied by a decrease in the scale of such training, together with

- nolitical significance and the level of concern for quality. However, it is difficult to deter-
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mine the present situation with accuracy, as no further comparable study has been carried
out. (%)

» Over the five-year period from 1997-2002, Sweden is undertaking its biggest ever invest-
ment in adult education, namely Kunskapslyftet (the Adult Education Initiative, or AEl). The
initiative aims primarily to reduce unemployment, develop adult education, reduce the
compartmentalisation of education and promote growth. The AE! is targeted essentially at
unemployed adults who lack full three-year upper secondary qudlifications, the idea being
that those most in need should have a second chance to obtain them. It is intended that the
entire provision of AEl should be governed in form and content by the needs, wishes and
capacity of individual students, and flexibility and unconventional approaches are encour-
aged. The AEl aims to facilitate study for those unaccustomed to it, and often works closely
with trade union organisations in its efforts to interest potential students. Facilitating study
activity also requires the efficient use of information channels and the provision of com-
prehensive guidance, including a sound introduction fo studies.

The AEI began on 1 July 1997. All municipalities in Sweden are involved in the initiative
and share responsibility for it with the government. While the latter provides financing in
the form of state grants of some SEK 3.5 billion annually (equivalent to 100 000 annudl
study places), each municipality is individually responsible for organisation, planning and
implementation. In 1999, two-thirds of AEI participants were women, while the proportion
of those aged over 30 already stood at almost 60% in the spring of the same year. At that
time, the less educated — those with no more than two years of upper secondary education
- accounted for 67.5% of participants, corresponding to an increase of four percentage
points compared to autumn 1997. The AEI has also led to an increase in the proportion of
vocational courses on offer.

In February 2001-the Swedish government put forward the Bill on Adult Learning and the
Future Development of Adult Education, recommending that Parlioment adopt goals for
adult learning and a strategy for its development, alongside higher education, in a society
for lifelong learning. Adult education and training has hitherto been too inclined to focus
on the common background and needs of those receiving it, rather than their individual
requirements. Teaching has often been organised in pre-packaged forms. Furthermore, the
learning needs and requirements of adults have continually changed in recent years. Indi-
vidual differences call for greater flexibility in outreach activities, guidance and counselling
and the form and content of courses on offer, as well as greater cooperation at local level
between education providers, employment offices, trade unions and other stakeholders.
The proposals contained in the Bill focus on the individual person and presuppose the need
for change and development in present-day adult education in a sustained effort to com-

(°) Source: Mikkonen, 1. (1997). Tydvoimakoulutus osana tyémarkkinapolkua: koulutuksen vaikuttavuus yksikstasolla.
{Labour Market training as a pathway to the labour market: effectiveness of training at individual level, in Finnish),
@ ' our Policy Studies 174. Helsinki: Ministry of Labour.
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ply with the principles and requirements of lifelong learning. The aim is that individuals
should expand their knowledge and skills in the interests of personal development, partici-
pation in the democratic process, economic growth and employment.

In the United Kingdom, in December 2000, the government published Skills for Life, a
paper sefting out its proposed strategy for improving levels of literacy and numeracy in
England. There are a number of developments linked to this, including the establishment of
ten Pathfinder Projects, one in each of the English regions and one in the prison service.
The aim of the projects is to pilot the delivery of the National Basic Skills Standards devel-
oped by the Qudlifications and Curriculum Authority (QCA), and the new basic skills cur-
riculum developed by teachers and volunteer mentors who have been trained in their use
through the new intensive teacher training programme on offer through the Basic Skills
Agency (BSA). The UK government also intends to use selective pilots to fest further ideas
to help produce a significant increase in the number of adults improving their basic skills.
For example, it is planned to test the difference between IT-based and paper-based learn-
ing, or whether financial incentives to learners or their employers make a difference to the
learning outcome. Partners are expected to come from a variety of sectors, such as the vol-
untary sector, colleges, family literacy and numeracy projects, work-based learning, ICT-
based providers and Local Education Authorities {LEAS).

In Wales, the Basic Skills Strategy has been introduced to improve standards of literacy
and numeracy. The Strategy aims to tackle this problem with actions for pre-school children
which will prevent failure, actions in school to catch children who are slipping through the
net, and actions for adults which provide a second chance to learn the essential skills of
reading, writing and mathematics.

In Northern Ireland, a Basic Skills Unit {BSU) was established within the Educational Guid-
ance Service for Adults (EGSA). The BSU is responsible for providing Ministers with guid-
ance on the development of standards, curriculum, qualifications and tests, as well as qual-
ifications for tutors teaching basic skills.

The Scottish Executive launched the Adult Literacy 2000 Team in June 2000 fo review pol-
icy on improving adult literacy and numeracy. This initiative is rooted in awareness that
some adults lack proficiency in the area of basic skills and that this tends to prevent them
from becoming involved in the culture of lifelong education and training. The team’s rec-
ommendations should help people in all aspects of their lives — work, family and leisure.
The Executive has allocated around EUR 36 million {GBP 22.5 million) over the next three
years to implement their recommendations.
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1.3 Monitoring and meefing new skills needs

Summary

Few initiatives of this kind have been identified. This fact suggests that efforts should be made
fo establish a European approach to forecasting. The first steps in this direction are being
made by constructing European scenarios of VET development (Cedefop, European Training
Foundation, Max Goote Expert Centre, 2000). They should be complemented by quantitative
approaches using comparable classifications and methods, but still leaving space for specific
developments at national and regional level.

Where schemes exist, they are targeted af identification of future needs in the area of vocational
qualifications in a general way and in the case of certain occupations. They consider the nature
of these skills, the scale of requirements and their geographical distribution, etc. Schemes seek
fo translate the results of such analyses into action for readjusting provision in upper secondary
and higher education, as well as in systems for initial and in-service vocational training.

» In Germany, a number of institutes — and in particular the Bundesinstitut fir Berufsbildung
(BIBB, or Federal Institute for Vocational Training) - have started to establish a system for
early identification of changes in skills requirements, particularly at the skilled worker
level, and to provide such information in time for the reform of initial and continuing train-
ing occupations. Similar activities are being carried out in other countries (e.g. Spain and
the UK) and an OECD working group has been established to monitor them. In Germany,
several approaches are used:

* analysis of vacancy advertisements;

® enterprise surveys;

* analysis of training offers by vocational schools and academies;

* development and testing of early recognition instruments in employment areas with o
low degree of professionalisation;

* utilisation of the network of professional associations and chambers;

* process development for a permanent close-to-work observation of skills requirements;

* skills development in the services sector;

* trend-setter detection;

* international comparative studies, etc. {Descy/Tessaring, 2001).

Action is proposed within the dual system of vocational training, for example by making

use of inter-company training workshops. Some of these workshops should become

supra-regional skills centres for the establishment of close links between intensive, continu-
@1 and other forms of training, information and counselling.
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For the next two years, the federal government has earmarked an investment budget of
around EUR 130 million (DEM 255 million) for the Berufsschulen (part-time vocational
schools). This fixed-period project will supplement measures by the Lénder to provide
Berufsschulen with computer technology for use of the new media. Further aims of this
project are fo ensure effective joint action on the part of firms and Berufsschulen, and to
improve the quality of training. At the same fime, the federal government has embarked on
the second phase of the ‘anticipated recognition of qualifications requirements initiative” in
order to react more rapidly fo the way requirements vary in the labour market. Empirical
research will contribute to identification of relevant areas of qualification in the future.

At the end of 1998, the German federal government ratified an Emergency Programme
to reduce Unemployment among Young People — Training, Qualification and Employ-
ment of Young People (Sofortprogramm zum Abbau der Jugendarbeitslosigkeit = Ausbil-
dung, Qudlifizierung und Beschdftigung Jugendlicher). Essentially, this programme pursues
two aims: on the one hand, it includes measures enabling young unemployed people to
obtain qualifications and enter the labour market and, on the other, provides for various
additional activities to channel young people who have not yet secured apprenticeships or
have dropped out of apprenticeship training, into some form of vocational training. In the
last two years, this programme has quite clearly improved the training prospects of young
people and helped to reduce youth unemployment. In 1999 and 2000, a total of 268 205
young people benefited from the 308 000 specific opportunities available. As in the case
of the two previous years, around EUR 1 billion (DEM 2 billion) are being committed to this
programme in 2001, both for ongoing projects and fresh measures. The share of this
amount earmarked for the new Lander has gone up from 40% to 50%. A new mechanism
to boost employment, introduced on 1 January 2001, is to award mobility grants to
encourage the young unemp|oyed to accept work in regions where iob opportunities are
better. The federal government has already announced that it intends to continue the pro-
gramme until the end of 2003.

Ireland has an Expert Group on Future Skills Needs to tackle the issue of skills needs and
gaps, manpower needs and education and training for business. In 2000, it produced the
Report on e-business skills and Report on in-company training. ('°)

In Portugal, the Inofor (Instituto para a Inovagdo na Formagéo) has prepared and published
forward-looking sectoral studies which are the outcome of thinking and discussion among
economic players in each sector, the social partners, bodies for education and training and
firms. They set out to identify the professions and skills of the future as people refrain for fresh
qualifications (with emerging requirements viewed broadly), for the purpose of restructuring
investment in training, satisfying the demands of economic competitiveness, innovating in

Q ris are available ot www forfas.ie
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training and linking up activity in various sectors. It is considered that this will enable the
employment and training system to offer rational high quality provision.

In Sweden, the task of Gymnasiekommittén 2000 {Commission 2000 on Upper Secondary
Education) is to discuss and put forward proposals an how upper secondary education
can be structured in the future. In carrying out its investigation, the Commission will take
account of circumstantial changes in society and the labour market, as well as the need to
employ a broader range of graduates from higher education. The Commission was
appointed in May 2000 and its official report is expected in April 2002.

In order to tackle the skill gaps emerging in the new knowledge society, the United King-
dom created a Skills Task Force to assist the Secretary of State in developing a national
skills agenda which will ensure that Britain has the skills needed to sustain high levels of
employment, compete in the global market and provide opportunities for all. The Skills Task
Force has just completed its mission with the publication of the agenda, Opportunity and
skills in the knowledge-driven economy (2001). Since its creation in 1997, it has provided
advice and reports on the following: the nature, extent, geographical and industrial pat-
tern of skill needs and shortages; practical